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ABSTRACT
This paper summarizes the trends in research about student experiences in out-of-school time (OST) in
countries of Europe. The analysis is based on a review of the content of research papers published between
1999 and 2019 in about 36 European countries. OST is recognized as an important aspect of students’
educational experiences that deserves increased research attention. A significant portion of students in all
countries participate in OST activities either to improve their school performance or to engage in social
activities. Under conditions where parents and students believe that the formal school system is weak, the
OST educational experiences may be considered to be necessary to make a significant or necessary contri-
bution to a student’s success compared with formal school itself. Because OST activities are undertaken in a
free market their form and structure vary because of differences in the countries’ historical development,
condition of public education, and the social, economic, cultural, and political factors that influence the
educational systems. The analysis presents examples of how in some European countries conceptual models
of OST have been expanded, adapted OST practices for regular school systems, and evaluated the outcomes.
This review of the definitions of OST, of evaluations of its impact, and of the evidence for its effect on
equality of educational opportunity throughout 36 European countries concludes that the studies provide
contradictory messages. Greater consistency in conceptual development could be increased over time as
researchers across countries review each other’s strategies and share methods and results.
pCorresponding author. E-mail: Larrysuter@me.com
Hungarian Educational Research Journal 11 (2021) 3, 311–335
DOI: 10.1556/063.2021.00002
KEYWORDS
out-of-school time (OST), Europe, equity
INTRODUCTION1
Only about 20% of a child’s waking hours between ages 5 to 16 is confined to formal class time
study (Bell, Lewenstein, Shouse, & Feder, 2009). Thus, a substantial amount of a child’s time is
available for out-of-school time (OST) activities during the calendar year either after school days
or on days with no class. Students in all countries engage in formal and informal activities
during these hours that may have significant influence their cognitive and social-psychological
development (Mahoney, Larson & Eccles, 2005; Noam & Shaw, 2013). If one of the functions of
receiving education through OST is to ensure that individual students have greater opportunity
to learn academic school subjects, then the distribution and management of those resources are
a matter for educational research interest and concern for public policy (Entrich, 2014; Hol-
loway & Pimlott-Wilson, 2020).
The phenomenon of after-school time use takes many forms and therefore different re-
searchers in different countries working from different theoretical frameworks have applied
labels to OST that may be unique to researchers or country practices (Kobakhidz & Suter, 2020).
The number of different terms used in the titles of 640 research papers from 61 countries (or
economic units) identified 150 unique terms. Of these 126 were used only once or twice. The five
most common terms are private tutoring (127), shadow education (117), after-school (71), out-
of-school time (56), and private supplementary education (26). In the research papers of Europe
private tutoring is the most common term; in Asia shadow education is most common; and in
North America, after-school is most common. Shadow education has been defined as a specific
form of private supplementary tutoring that occurs after school hours, addresses content areas of
the formal school, and involves a payment (Bray, 1999; Buchmann, Condron, & Roscigno, 2010;
Stevenson & Baker, 1992). It is unique from private tutoring because it more closely follows the
formal school system curriculum and assessment (therefore, shadowing it). The term OST, on
the other hand, is a broader term that overlaps in meaning with shadow education because it
may include forms of educational activities that do not necessarily directly mimic the formal
school system. Following a review of the bibliography identified for this paper, the meaning and
types of OST will be re-examined.
The purpose of this study is to describe the variety of research studies of out-of-school-time
(OST) activities either undertaken by scholars in European institutions or of studies conducted
about countries of Europe. The approach of the analysis is to collect and systematically review a
large number of research studies. The paper is intended to contribute toward developing a
stronger theoretical and empirical basis for new explorations of the outcomes of student ac-
tivities conducted outside of formal classes.
1This paper benefited greatly from advice provided by Nutsa Kobakhidze, and two excellent anonymous journal re-
viewers. Only the authors are responsible for all remaining errors.
The reference list does not contain all of the research papers that were used in the analysis of trends in OST research in
Europe. Another 300 paper titles are available upon request: larrysuter@me.com.
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The role of student’s different experiences outside of regular school hours has become a
matter of growing academic interest over the past 20 years as shown by the increase in publi-
cations displayed in Figs 1 and 2 (also see: Baker, Akiba, LeTendre, & Wiseman, 2001; Bray,
1999, 2010; Bonn & Haag, 2002; Fraij, Janzen, & Kielblock, 2017; Kim & Jung, 2019a; Verger,
Fontdevila, & Zancajo, 2016). The role of OST practices in the education of students in Asia has
been well documented (Bae & Hong, 2016; Bray, 2014; Lee, Lee, & Jang, 2010). But the level of
adoption and influence of OST on student learning in countries of Europe has been studied less
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Fig. 1. Number of all OST publications 1999 to 2019 by region of country or comparative (3-year moving
average)
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Fig. 2. Region of Residence of Authors of OST research: 1999 to 2019
Source: Bibliography collected by authors.
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geographic boundary. This bibliographic analysis is intended to describe the changes in topics
and research questions found in descriptive and analytical interpretations of tutoring, extra-
curricular activities, and other forms of supplemental education conducted by researchers in or
about European countries. The summary of trends shows that the amount and quality of
research on OST has increased more in some European countries than in others due to some
extent to the availability of research funding and governmental interest.
The paper seeks to obtain an overall view of research about OST in Europe. Because space is
not sufficient to conduct a country by country analysis, the presentation follows the following
themes:
 The first section describes the methods of collecting research studies about OST in all
countries and specifically identifying those about Europe. This methods section includes a
description of the resulting bibliography of research and types of studies and places the set of
research reports in international context.
 The second section summarizes four themes running throughout the papers: defining OST,
reasons for attending OST, effects of OST on learning, and the relationship between access to
OST and equal opportunities to learn.
 A final section examines issues about methods of data collection of OST. This topic is
addressed because analyses of large-scale international comparative studies have produced
inconclusive findings (Bray & Kobakhidze, 2014b; Bray, Kobakhidze, & Suter, 2020). A
summary review of the issues raised in the European OST literature concludes the paper.
METHODS OF ANALYSIS AND RESEARCH QUESTIONS
The resource for this analysis is based on a collection of OST research studies conducted around
the world. These studies report the results of empirical research that have used methodologies
such as ethnographic study, sample survey, experimental design, syntheses, and meta-analyses of
multiple studies. All studies accumulated for this paper had been published in academic jour-
nals, government reports, or in special study reports between 1999 and 2019. While an effort has
been made to be comprehensive, the task of assembling research papers on a single topic
published by different types of institutions in written in different languages cannot claim that
the body of papers fully represents the entire universe of research in this area.
Selection
Without a comprehensive catalog of all international research about OST that could serve as a
sampling frame to select a representative sample of research of European authors and topics, a
new bibliography was created. Initially a bibliography of research about educational practices in
all countries was assembled, then specific references about OST were added, research papers not
related to OST were flagged, and all entries were coded for country of study and country of
authorship. The initial source of publications is a bibliography of 3,000 comparative education
publications that had been assembled from many bibliographies to analyze trends in compar-
ative education (Suter, 2019b; Suter, Smith, & Denman, 2019). Additional studies from 50
published reference lists of research and syntheses studies of OST were added (Bray, 2013, 2020;
Gromada & Shewbridge, 2016; Kuger, Klieme, Jude, & Kaplan, 2016; OECD, 2016, 2017a). The
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list was further expanded with the use of bibliographic tools Mendeley, Google, and Academia
and by recommendations of other researchers including reviewers of the first draft of this paper.
Research reports about OST in individual countries of Europe were added. Documents from
international organizations that had a particular emphasis on Europe were identified and
included. Electronic copies of papers were obtained from the University of Michigan Library.
This set of papers was further reviewed to remove duplicates, studies of countries outside of
Europe, and studies of topics that were outside the scope of OST. These additions produced a
final set of approximately 588 papers about OST from 55 countries of all regions over a 20 year
period formed the basis for selecting 191 papers addressing OST in Europe. The distribution of
countries of study and authorship is presented in Appendix A.
The final set of 191 papers contains a wide variety of approaches and research questions and
contains a broad geographic representation of countries of Europe. Without a basic sampling
frame of all OST research papers with which to compare, the representativeness studies for the
entire body of knowledge of OST cannot be firmly established. The bibliography represents a
reasonably large number of articles that had been selected in a systematic way, but it may have
unknown biases due to the representation of source materials. Geographic classification of the
research content and authorship was conducted by the lead author based on titles and searches
of each article. Articles that addressed more than one country were coded either by general
region (such as Europe) or global depending on the scope. Papers that were written about OST
that might be relevant to Europe but were oriented to geographic areas outside Europe were
used for framing questions but not for description of European practices.
Coding
The studies were coded for, country of analysis, country of residence of author, name for OST,
language of publication, journal name, publisher, purpose of analysis, type of publication, and
year published. The papers and official reports that were published in English, German, Polish,
Hungarian, French, Italian, Romanian, and Spanish were translated to English with Google
translation when necessary. Authors were identified by current institution of residence. Papers
written by multiple authors were coded by the origin of the first author.
Description of publication set
Classifying research papers by geographic reference to Europe presented two technical issues.
First, identifying the boundaries of “Europe”. The geographic identity assigned to a paper
required a broad definition of the geographic area of Europe. The United Nations statistics
division includes 51 countries or areas (U.N. Statistics Division, 2020) as Europe while the
European Union is composed of 27 members (as of January 2020). Within some country
boundaries, multiple economic or social systems are occasionally the subject of analysis (such as
England, Wales, Scotland, and Northern Ireland of the United Kingdom; language groups of
Flemish, French and German in Belgium which form separate educational systems as occurs in
Spanish and Catalan regions in Spain). Studies of specific areas within a country boundary were
coded by the name of the collective (such as United Kingdom). Most countries that made up the
former Soviet Union are included in the expanded definition of Europe. Papers that referenced
any of these countries were included in the Europe classification.
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The second issue with geographic classification is in classifying the content of the research
itself to a geographic region and classifying the identity of the author. Most papers were written
by authors about the country of their residence (170 out of 191). Other papers were written by
experts in the field of OST studies about countries outside of their residence. The final selection
and coding of papers resulted in analyses of OST in 35 European countries with authors from 35
countries.
The set of references can be used to demonstrate levels of change over time in the repre-
sentation of European countries in papers about OST compared with the number in Asia, and
the Americas (Fig. 1). A total of 583 OST papers were selected as a representative set of all global
research on OST. Only 1% of international set of papers were written about regions other than
Asia, Americas, or Europe. The changes over time shown in the chart indicate that the number
of OST research papers published about European countries increased from only a few per year
in 1999 to around 12 to 15 publications per year by 2012–2019; while during this period, the
number of publications by United States authors declined. About a third of all international
publications by 2019 included analysis of countries of Europe.
The number of papers published by European authors, compared with authors from Asia
and North America, is shown in Fig. 2. Authors in European universities and research centers
were increasingly represented between 2008 and 2019. However, authors based in Asia
consistently had the largest number of publications addressing OST.
Many studies of OST do not appear in peer-reviewed journals. About 69 publications (30%)
were published as reports from research centers, government agencies, international agencies,
conference proceedings, and books or book chapters. Thus, a little over half (55%) of all pub-
lications were published in 78 peer-reviewed journals, of which 60% were published in English.
Dissertations were excluded.
The variety of authors, countries, and research methods represented in these collections
provides evidence that organized forms of OST are found in all European countries and that
many researchers have investigated them. Though the types of organizations and motivation of
individual participants and suppliers are similar, the practices are not identical from country to
country. Differences in OST practices will be described in the following analysis.
Description of research publication types
The research questions and methods of study in each country of Europe differ because of the
political and socio-economic contexts. For example, unlike other countries, the government of
Germany decided in 2003 to increase funding for extended study and to support an extensive
research and evaluation program (Holtappels, Kamski, & Schnetzer, 2007a).
The collection of research studies can provide an initial basis for identifying the research
questions in the region and for guiding the selection of future research studies of changes and
effectiveness of OST practices. The issues most addressed are: conceptual framework for OST,
evaluation of student performance, equity of participation, quality of instruction, and program
development.
The methods of study found in the collection of OST research included 92 papers applying
ethnographic methods descriptive of OST in individual, or a small set, of European countries.
Another 115 studies applied empirical methods of survey design, controlled experiment, or
hypothesis-driven case study. The research studies often addressed OST with conceptual
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frameworks from educational research such as learning theory, social equity, effectiveness,
and teaching practices. Other studies addressed political and economic issues that affected
the choices of students and families to participate in educational activities outside of formal
school.
Many research reviews of OST activities in Europe have been conducted over the past 20
years. These papers have established the extent to which OST is practiced in each country and
have commented on the policy issues involved in its development (Ecarius, Klieme, Stecher, &
Woods, 2013). The issues addressed in these review studies help formulate the structure and
meaning of OST research studies. Some of the more general reviews of the field are: Baker et al.,
2001; Bray, 1999, 2010, 2011, 2013, 2020; Bray & Kobakhidze, 2014a; Chappell, Nunnery,
Pribesh, & Hager, 2011; D’Agostino & Murphy, 2004; Faganel & Trnavcevic, 2013; Gromada &
Shewbridge, 2016; Jun, Ramirez & Cumming, 2010; Kuger et al., 2016.; Manzon & Areepatta-
mannil, 2014; Matterson & Holman, 2012; Stastny, 2014; Zaff & Redd, 2001. Journals have also
published special issues with collected multiple papers on issues related to OST practices that
provided a useful view of variations in perception of the purposes and implications of OST not
unified by theory or method. For example, in 2014 a special issue of the Journal for Educational
Research Online includes 10 papers with empirical evidence about the effectiveness of forms of
OST found in several European countries. Five paper collections provide high quality reviews of
specific countries’ OST (Bray, Mazawi & Sultana, 2013; Ecarius et al., 2013; Sch€upbach & Lilla
2019; Silova, Budien_e, & Bray, 2006). Bray has collected and synthesized studies from each
country in the European Union to estimate the frequency of OST participation similarities and
differences among those countries on three occasions (Bray, 2011, 2020).
Good syntheses of research about OST concepts (but not always focused specifically on
Europe) were organized by Elbaum, Vaughn, Tejero Hughes, and Watson Moody, (2000),
and Chappell et al. (2011). Manzon and Areepattamannil (2014) edited a special issue of a
journal concentrated on the Asian region. However, the “editorial” by Manzon and Aree-
pattamannil provides very useful observations of shadow education and can serve as a guide
to research on OST studies in all countries (Manzon & Areepattamannil, 2014, p 390). A
series of conference proceedings was published on extended education (a form of OST found
in Germany) that contains nuanced discussion of OST that is worthy of investigation
(Ecarius et al., 2013; Fischer & Klieme, 2013). An issue of the Journal of Educational
Research Online edited by Brehm and Silova included 4 articles of empirical analysis and 3
reviews of the field (Brehm & Silova, 2014). Syntheses of studies have also been published by
OECD (2016, 2017c), Gromada and Shewbridge (2016), Bray, (2013 and 2020), Kuger et al.
(2016), that provided an extensive bibliography and background about the content and
methodology for the study of OST.
TOPICS ADDRESSED IN EUROPEAN RESEARCH ON OST
This section on defining OST activities is based on a post hoc reading of papers and thus is a
product of the empirical analysis rather than following an a priori theoretical framework. Four
themes were consistently addressed in the sample of research papers identified: Defining OST,
discussing reasons students attend OST, analysis of the effects of attending OST, and discussion
of how OST affects equality of educational opportunity.
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Definitions of out-of-school time
Many publications apply terms, such as shadow education, private tutoring, all-day education,
out-of-school time, and extended education, which assume that readers have an informal un-
derstanding of their meaning. However, few researchers have defined the behaviors involved and
therefore writers and readers may not always refer to the same set of practices in the same way.
To enable comparisons of geographic areas, over time, or between different groups in the same
place, data collection must be standardized with. For example, data obtained in the PISA student
surveys that asked students whether they had participated in “additional study, not including
homework” may be labeled by an author as shadow education or tutoring without evidence of
the actual behaviors undertaken by students. Labels for OST practices used by some authors may
include or exclude practices assumed to be intended by other authors (such as whether the
tutoring was fee free or not, or whether a tutor followed the curriculum of the formal school or
not).
Several efforts have been made to conceptualize general frameworks (Bray, 1999, 2014; Kim
& Jung, 2019a; Kuger et al., 2016; Stastny, 2014). But none of these has been widely adopted. The
unique names from of OST found in European research studies were usually applied to single
publications without acknowledgment of connection to other related research studies. The
common thread for all of these terms was that they refer to a student’s opportunity to learn
during OST; otherwise, differences are found in cost, schedule, location, instruction, and cur-
riculum (Kim & Jung, 2019b; Kobakhidze & Suter, 2020; Kuger et al., 2016).
An extensive body of cross-national research uses three terms: shadow education, private
tutoring, and tutoring exclusively. Because OST occurs during time periods that vary from place
to place (week days, weekends, and vacation weeks) and may occur for either short or extended
periods of time, and may or may not involve an instructor with educational training, and that
may incur a cost (or not), the term OST has been used throughout this paper as a broad
collection of organized study of school subjects conducted outside school hours, other than
homework, that may entail additional costs. The term excludes other afterschool activities that
are not directly tied to formal school content, such as sports, arts, library use or museum
attendance, usually referred to as extra-curricular activities which are not specifically intended to
increase student performance. The social and psychological benefits that might be gained from
extracurricular activities has been studied as a separate topic (Covay & Carbonaro, 2010;
Kielblock, 2015; Mahoney et al., 2005; Marsh, 1992; Schiefer et al., 2019; Suter, 2014).
The participants and suppliers of OST are investigated by researchers at multiple levels of
aggregation. For example, in defining the scope of shadow education Bray et al., (2013) iden-
tified a broad number of country level social and economic conditions that may affect the extent
of OST use. They show how a country’s historical and socio-political conditions influenced the
choices for OST participation for different geographic areas. Educational opportunities of
children in all countries are affected by macro forces such as economic markets, cultural politics,
parental strategies, social status, as well as individual whims that may take different forms at the
local, region, or global level (Huang, 2013; Silova et al., 2006). At the micro level, other re-
searchers have investigated how participation affects a student’s social and psychological skills or
career orientation (such as for science and mathematics fields) as well as cognitive skills that are
oriented to the school curriculum (Bell et al., 2009; Ecarius et al., 2013; Fischer et al., 2011;
Klieme, Pauli, & Reusser, 2009; MacBeath et al., 2001; Noam & Shaw, 2013). Many studies have
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investigated the effects of OST practices on improvements in academic performance at formal
school (Berberoglu & Tansel, 2014; Huang, 2013; Smyth, 2008) some of which are reviewed in a
later section of this paper.
The editors of a special issue on shadow education published by the Asia Pacific Journal of
Education found that researchers of shadow education in all countries struggled to “establish the
conditions of truth about what shadow education is or ought to be” (Manzon and Areepatta-
mannil, 2014, p. 390). The difficulties occurred because the observations of each author were
affected by the status of the country’s economy, by the type of private market systems that had
been established, and by the history of country reforms. Thus, the authors from different
countries were not able to define consistent concepts of tutoring over time or place. Conse-
quently, the editors felt compelled to call for additional systematic research on the topic of
defining the structures. At the country level, Manzon and Areepattamannil (2014) identified key
research issues at the social system level as equity, family burden, and corruption.
Researchers in Germany and the United Kingdom together produced 40% of the research
papers about OST during the 20-year period 1999–2019 (Appendix A). The most common
terms found in the German literature are private tutoring, all-day or extended education, while
the researchers of the United Kingdom followed little consistency except for a tendency to call it
private tutoring or tuition.
Researchers in Germany defined the term tutoring (Nachhilfe) broadly as a continuum
extending from informal parental support “at the kitchen table” to enrollment in private or-
ganizations of the non-formal sector (Guill, L€udtke, & K€oller, 2019). The type of instructors in
the extended school time ranged from retired teachers to university students or laypeople such
as the neighbor’s children or parents. The result was that the professional background of the
instructors had wide variation. Studies of the effectiveness of instructors with different levels of
qualifications have failed to empirically demonstrate an effect of quality (Fischer & Klieme, 2013;
Guill et al., 2019; Steinh€auser, 2019).
Germany instituted school reforms in some regions of the country in 2003 in response to the
low performance of German students in PISA 2000 compared with other European countries.
The reforms changed the daily routine of a student’s study hours (Deutsche Welle, 2003; Stecher
& Maschke, 2013; Steinh€auser, 2019). The new programs, called “extended education” (or all-
day schools) are intended to provide extra time for students to engage in a variety of educational
activities including sports, graphic art, literature, theater, dance, music and nature outings in the
hope of improving student learning and personal adjustment (Deutsche Welle, 2003; Klieme,
K€uhnbach, Radisch, & Stecher, 2005). The research reports noted that extended education
programs are more often oriented toward the client rather than the school system (Ecarius et al.,
2013 and therefore expected to have benefits for students and families at a higher level than
without the reforms.
Both United Kingdom and Germany have adopted programs for the formal school that
include activities formerly reserved for after-school. Both countries have experimented with
changes in the school day and are evaluating the outcomes. The U.K. government initiated a
National Childcare Strategy in 1993 to expand the number of student clubs and other extended
activities throughout the country (Fordham, 2004). The program theory proposed that
improving student self-esteem and motivation in after school programs could affect achievement
levels during school hours (Fordham, 2004). The emphasis of this program was curriculum
enrichment, extension of study time, and homework. The activities also encouraged by schools
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included sports, drama, chess, photography, and “study support” opportunities, such as
homework clubs, extra revision classes, and extra after-school tuition (Fordham, 2004, p. 49).
The program goal of the policy of study support was modified again in 1997 to de-emphasize
social activities and increase attention to types of study that would lead to improvements in
school achievement; illustrating that expectations from alterations in the use of student time
require evaluation and theoretical development. The evaluation of the “study support” programs
was conducted by a government funded analysis carried out by researchers at a Scottish uni-
versity in 1999–2000 (MacBeath et al. 2001).
Reasons for attending OST
Common issues addressed in research papers of OST are the amount of time spent in OST,
variations in modes of instruction, reasons for attending, the role of tutoring on student per-
formance, and how family economic status affects participation. In Bray’s assembly of research
studies of shadow education in the European Union (Bray, 2011, 2020) he reported that the
incidence of participation ranged from a low of 10% in Belgium to 95% of students in the last
year of secondary school in Greece (Bray, 2020, p. 5). Bray examined case studies of individual
countries, such as Ireland, England, Slovakia, Croatia, Poland, and Lithuania to illustrate how
family background influenced motivation to attend OST. The patterns of differences between
countries reported by Bray are consistent with PISA survey results in country rank order
(OECD, 2012; Suter, 2019a, and special analysis of PISA 2018 unpublished).
Another collection of empirical research studies about OST edited by Silova et al. (2006)
contained 20 chapters on the condition of supplementary education in 9 countries that were
members of the former Soviet Union or belonged to the Soviet sphere of interest: Azerbaijan,
Bosnia and Herzegovina, Croatia, Georgia, Lithuania, Mongolia, Poland, Slovakia, and Ukraine.
These papers examine the educational decisions made by parents and students during a time of
large-scale political changes. The research reports about education in countries that formerly
were members of the Soviet Union noted that after 1991 the standard practices and daily routine
of students and instructors were likely to be changed and that some families sought educational
resources outside of formal school (Silova, 2010; Stastny, 2014) because they perceived weak-
nesses in the formal education system. Private tutoring was viewed as an effective educational
method for adopting to circumstances of changes in the formal educational system. The re-
searcher’s observations addressed how country and school conditions encourage the growth of
private supplementary educational systems. The private systems grow in an uncontrolled private
market during periods of political instability and increased parental concern about the quality of
education for their children. Other motivations for obtaining an individual tutor were instances
when students had low levels of confidence in assistance from family members or had an
inability to study alone (Silova, 2010; Silova et al., 2006).
Other researchers also observed that parents encouraged students to participate in after-
school tutoring to make up for perceived poor education in formal schools. The editors of a
series of papers on OST in Bosnia-Herzegovina, Croatia, Cyprus, Egypt, France, Greece, Italy,
Malta, Portugal, Slovenia, Turkey, found that systems of additional study have grown differently
in each country in response to the level of demands from parents who perceive lack of quality in
formal schools or to student failure in meeting testing standards (Mazawi, Sultana, & Bray,
2013). Students living in countries that required examinations for graduation were drawn to
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OST after the policies changed. In fact, tutors were in increasing demand at the end of
secondary school in the Czech Republic to prepare for specific types of examinations, or to
excel above other students in a subject area important to careers, such as mathematics
(Stastny, 2014).
Stastny has conducted a review of literature about the growth of tutoring in the Czech
Republic (Stastny, 2014, 2016, 2017). In his earlier paper he reviews the definition of shadow
education using a model known as the “Bray and Thomas cube” (Bray & Thomas, 1995) and
reviews several definitions found by those who have conducted extensive research. For example,
he cites Brehm and Silova (2014) as recommending four conceptualizations of tutoring around
the concepts of cultural values of education, enrichment for high-stakes examinations, remedial
preparation for poor performance school, and as a mechanism for additional income of teachers
(see also Kobakhidze, 2018). He points out that some countries in Asia had created laws to
prevent families from seeking tutoring. But he found that some countries have not established
regulations, perhaps because private tutoring may be a large segment of the educational op-
portunities of students. Then he argues in his 2014 paper that family income is likely to have a
significant impact on private tutoring because of the expense. Thus, he sees future growth of
tutoring as a possible source of unequal opportunities because families use it to get around the
limitations of a public school system that offers the same educational opportunities for all
students regardless of ability or ambition.
Stastny conducted a survey of tutors in Czech Republic with an on-line method that pro-
duced comparisons of tutor participation and the supply of tutors within regions of the country
(Stastny, 2017). He reports observing a significant variance throughout the country in supply
and qualifications of tutors. Tutors with higher education were more expensive than others and
therefore would likely be unavailable to lower income students. He noted, however, that the
large variation in price of tutoring was likely to allow students of lower means to find some
affordable type of tutoring services, especially in rural areas. But, he was not able to determine
whether low income families were able to receive high quality tutoring.
Effectiveness
Does evidence support the belief that additional time in organized out-of-school programs
increases student academic performance (Bray, 2014)? Some policy makers have argued that
greater study time will lead to higher achievement (Berliner, 1990; Farbman, 2015; Heyneman,
2011; Kuger et al., 2016); Stastny, 2016), while others do not find evidence for a relationship
between additional study time and student performance (Elbaum et al., 2000; Husen, 1972;
Karweit, 1984; Long, 2014). John Carroll, an American education theorist and researcher pro-
vided a model of learning and time use in 1963 that provides a conceptual basis for analysis of
time for learning. He argued that a student’s aptitude (or ability) interacts with the length of
study time necessary for each student to become equally proficient (Carroll, 1963). Carroll
(1963, 1989) defined aptitude as the amount of time a student needed to learn; thus, time itself is
defined as an integral part of the definition of learning even though its constituent parts are not
clearly delineated in most research studies (Berliner, 1990, p. 9). He noted that students of lower
ability would be most likely to benefit from additional study time because they require more
time and effort to reach achievement levels of higher ability students (Carroll, 1963, 1989). His
theory has been cited by European researchers who developed frameworks for study time
Hungarian Educational Research Journal 11 (2021) 3, 311–335 321
analysis in international studies (Kuger, 2016; Suter, 2016, 2019a) and it will guide the following
analysis.
Berliner (1990), in a delightful essay on the nature of time and learning, examined historical,
philosophical, and recent research about how instructional time has been defined. He reported
that educators conducted studies of student time and learning as early as 1918 either finding no
relationship or only complex relationships. He argued, however, that time is a family of concepts
many of which are not yet formally defined or operationalized in a way that they are useful for
research or policy making.
Even though a large number of studies have been conducted about the influence of addi-
tional study time on student achievement, agreement about the role of study time as an
explanatory factor for student achievement and country differences in academic achievement
has not been reached (Berliner, 1990; Farbman, 2015; Long, 2014; OECD, 2012; Rappleye &
Komatsu, 2018; Suter, 2019a). In 1972, Torsten Husen, then director of the IEA, aware of the
increasing media interest in length of school time, raised concerns about appealing to study time
as having a distinct role in country achievement levels (Husen, 1972). In the field of OST studies,
Bray (2014) concluded that the relationship between extra study and achievement is ambiguous
because different countries display different relationships. In some countries, additional study
time appears to lead to higher achievement while in other countries it may not. He proposed
that the lack of establishing a relationship was more likely due to invalid measurement of time
use than to the lack of influence of additional study (Bray & Kobakhidze, 2014b; Bray, Koba-
khidze & Suter, 2020). Nevertheless, some European countries have adopted policies to increase
student exposure time to classroom content.
Educational reforms were initiated in Germany in 2003 intending to increase the ability of
schools to “offer more time for learning and provide more variety in education” (Deutsche
Welle, 2003, p. 1). The purpose was to provide extra time for students to engage in a variety of
educational activities including sports, graphic art, literature, theater, dance, music, and nature
outings. The Leibniz Institute for research and Information in Education (DIPF) was established
to evaluate the programs nationwide with a systematic research program, “Study on the
Development of All-Day Schools” (Studie zur Entwicklung von Ganzstagsschulen, or: StEG)
(Fischer, Br€ummer, & Kuhn, 2011; Holtappels, Klieme, Rauschenbach, & Stecher, 2007b). The
research program included a longitudinal survey of individuals and institutions and measure-
ments of the quality of the education and the effects on students (Stecher & Maschke, 2013).
Consequently, the amount and quality of empirical research in Germany concerning the effects
of expanding the school day has increased in the past decade. An extensive series of reports has
been published on the evaluation of the ongoing research on OST in Germany (Fischer,
Br€ummer, et al., 2011; Fischer, Holtappels, et al., 2011).
The research model that formed the basic backdrop of the evaluation of the German
extended education program was based on assumptions of the learning processes developed
from formal school learning theory would also be appropriate for analysis of informal settings
(Ecarius et al., 2013). The model asserted that learning is improved by having a highly structured
learning environment and an environment to promote positive emotional relationships between
peers and adults (Klieme et al., 2009; Stecher & Maschke, 2013). Other topics considered in the
research studies include the nature of the instructors, the effect of not having performance
assessments, the effect of mixed-age groups, and whether curricular systems would be useful or
not (Ecarius et al., 2013, p. 8). Thus, research studies were conducted on the processes of school
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development, staff collaboration, parental satisfaction and students’ outcomes and included
interviews with principals, external school partners, teachers, caregivers, parents and students
(Fischer & Klieme, 2013).
The first results of the German longitudinal study of the new reforms showed evidence that,
by itself, longer day participation was not a key ingredient for increasing student outcomes. They
reported in 2013 that research on extended education was still at an early stage of development,
that research methods suited for the context of after-school time needed to be developed, and
that theoretical approaches have yet to be well enough developed to direct the research processes
(Fischer & Klieme, 2013; Stecher & Maschke, 2013). In 2017 Steber and colleagues observed that
all-day schools did not always achieve their intended effectiveness. They found that participation
and duration affected academic performance in mathematics and German significantly, but that
attendance intensity was not significant. Some studies observed that private tutoring was not
performed as a remedial strategy but more as a general strategy for improving the student’s
competitiveness (Fischer et al., 2011; Holtappels et al., 2007b). The researchers found that the
effects of extended days on students learning were different for each grade level and subject
matter (Ecarius et al., 2013).
Guill et al. (2019), concluded that evidence from the longitudinal survey of German students
showed that student grades in mathematics or language (German) were not affected by
attending private tutoring nor by the instructional quality of the tutoring as they had expected.
However, they found that student attitudes toward mathematics was higher for students after
receiving tutoring lessons (Guill et al., 2019; see also; Suter, 2019a). This is a useful observation
that should inspire other researchers to consider the non-academic as well as the academic
influences of OST on student behavior.
Equity and OST participation
The extent that family social status has affected a student’s chances for engaging in studies
outside of formal school requirement is addressed frequently in the studies located for this
analysis. About a fifth of all papers discuss the issue of the effect of tutoring on equity of access
to learning opportunities. Some topics included reasons for parental motivation to pay addi-
tional funds for supplementary education (Ireson & Rushforth, 2005).
Several research studies in the collection of OST articles have suggested that socioeconomic
differences between students and families could be increased by encouraging tutoring because
students of higher status families (higher in educational levels and occupational status) would be
more likely to be able to give their children access to tutoring and thus benefit from individual
instruction (Buhagiar & Chetcuti, 2013; Entrich, 2018; Galinie & Heim, 2016; Jokic’, Soldo, &
Dedic, 2013; Lamprianou & Lamprianou, 2013; Luplow & Schneider, 2014; Sch€upbach, 2014;
Tsiplakides, 2018). Some authors argued that tutoring was common among upper classes to
ensure that their children would maintain their family status (Neto-Mendes, Costa, Ventura,
Azevedo, & Gouveia, 2013). On the other hand, the researchers noted that middle class parents
who wished to give their children some advantages in competing for higher education would
also able to use OST as a means of increasing those chances. The question of whether the
relationship of tutoring to family status is biased against low status families is likely to remain an
unsolved mystery because observational studies reviewed in this compilation generally conflict
with evidence from large-scale research studies like PISA (Entrich, 2018; Suter, 2019a). The
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results of the first series of studies in Germany showed that participation in extra study pro-
grams was not related to family background, such as parent’s educational level.
To explore the relationship of equity and OST participation further, an analysis of family
status and OST participation was conducted with the 2018 PISA survey. The PISA survey
analysis indicates that in most countries, students from lower status are more likely to attend
OST than students of higher class (measured by parent’s education or occupational status).
Exceptions to this generalization are found in Korea, Hong Kong, and China (Suter, 2019a). The
relationship of parent’s education and occupational status to student participation in OST is
similar in all European countries that participated PISA 2018. Students from families of higher
education or occupational status were less likely to participate in additional study than those of
lower status. Large differences in size of relationship, but not the direction, are found with the 4
different PISA status scales (parent’s education, parent’s occupation, wealth, and home envi-
ronment). If all types of OST activities are equally likely to be associated with higher partici-
pation by students of lower status families, then the mechanism that creates this condition in
each country of Europe should be identified through further analyses of surveys and case studies
of European countries.
MEASUREMENT OF OST WITH CROSS NATIONAL COMPARISONS
If a large international survey had included a sample of all European countries, it would be
possible to identify differences and similarities in OST participation. However, none of the large
international studies have included all European countries in their surveys of OST. The par-
ticipants are voluntary and change from survey to survey. The recent 2018 PISA survey included
the largest number of countries of Europe participating in the optional student’s questionnaires
of a supplementary survey of “additional study” since 2000. The participants included 10
countries that were members of the old soviet bloc (Albania, Bulgaria, Croatia, Hungary,
Lithuania, Poland, Serbia, Slovakia, and Slovenia) and 9 in Western and Northern Europe
(Belgium, Denmark, Greece, Ireland, Iceland, Italy, Malta, Spain, and England). The increase in
participation from Europe signifies an increasing level of interest in OST among funding
agencies and statistical units of European countries. Future studies of Europe may be able to rely
on systematic survey evidence.
The two large-scale international surveys, the IEA’s Trends in Mathematics and Science
Study (TIMSS) and OECD’s Programme for International Student Assessment (PISA) (Mullis,
Martin, Kennedy, Trong, & Sainsbury, 2015; OECD, 2016) have collected student responses to
questions about tutoring and additional study. Both survey organizations have included survey
items about student participation in school-related study outside of regular school hours. An-
alyses of these surveys have provided insights into the differences in country to country adoption
of OST and the analyses also give examples of types of difficulties that occur with defining the
content of OST its relationships to achievement and attitudes in a student response survey.
About 12 European OST research papers have used these sources. Official OECD reports
contain analyses of differences in impact of class time, homework time, and additional study
time on learning of specific subject matter domains (OECD, 2011a; 2011b; 2011c, 2014, 2016;
2017a; 2017b; 2017c). An example of the types of analyses that might be produced by these
studies is about the relationship of time spent in OST and achievement. The analyses of PISA
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surveys indicate that greater time spent in OST programs is associated with students of lower
achievement. The meaning of these observations is still uncertain (Suter, 2019a). The surveys are
cross-sectional therefore they do not allow an analysis of effects of participation after OST
experiences have occurred. Other types of errors that can occur through application of multi-
variate statistical models with large scale surveys have been discussed by Huang (2013) and Suter
(2019a). Huang shows that simple regression models of cross sectional surveys cannot correctly
identify country differences in the relationships between status and OST participation (Huang,
2013), while Suter displays the distributions of both independent and dependent variables
frequently applied in regression models to show that they are not equally distributed across
countries and therefore the models will not display the more complex underlying relationships
between status, time learning, and subject matter (Suter, 2019a). Researchers are tempted to
assume that one item is equal across all countries and then include the item as a single measure
across 40 countries in a multivariate model, not testing for underlying distributions or second
order effects of the aggregate country economy or political situation (e.g., Baker et al., 2001) A
number of good examples of use of large-scale research have been presented by European re-
searchers in the Czech Republic, Croatia, Germany, Spain, and the U.K. They have used large-
scale surveys to explore important issues of equity, computer education, and comparative
analysis. These studies demonstrate that research with OST measured in large-scale surveys can
provide new insights and explanations of the conditions that are necessary for student study
time to affect student performance (Entrich, 2018; Jokic et al., 2013; Juhanak, Zounek, Zaleska,
Barta, & Vlckova, 2018; Klieme & Kuger, 2016; Lavy, 2015; Runte-Geidel, 2013) and should help
lead toward improved analyses in future studies.
Although the PISA surveys have included OST items in each of its 7 surveys, the wording of
the survey items on OST has been altered from year to year (OECD, 2011a; 2011b; 2017c) and
different sets of countries have participated; therefore, measurement of change for any single
country is not possible.
Moreover, few European countries participated in the PISA option of asking OST questions
until 2018. The PISA OST items in each survey have only one trait in common which is that the
students participated in study during time that was not outside the regular school day and was
not assigned as homework (Bray & Kobakhidze, 2014b). Since the survey questions use words
like “additional study” or remedial and enhanced tutoring that could be interpreted by some
students differently (such as including or excludingparental instruction, group classes, peer
assistance, teaching by college students, or instruction from a knowledgeable teacher within the
school building), the survey items do not clarify the meaning of OST or shadow education
(Klieme et al., 2005).
Future design of large-scale international comparative studies may benefit from the results of
many individual country case studies and theoretical developments found in the European
literature. The PISA and TIMSS items included in each survey are created by international
researchers following an analysis framework that had been created for each survey cycle (Kuger
et al., 2016; Mullis et al., 2015; OECD, 2016). The research frameworks include cognitive and
subjective student attributes that are believed to be significant factors for using statistical
measurement to explain student differences in academic achievement. The fact that the inter-
national study committees of each of these major surveys have included measurement of OST
practices is evidence that the study designers believe that student activities outside of regular
school time are important topics of investigation. The conceptual frameworks have not yet been
Hungarian Educational Research Journal 11 (2021) 3, 311–335 325
proven to be empirically sound under all country conditions, as shown by analysis of the PISA
indicators (Bray & Kobakhidze, 2014; Bray et al., 2020; Kuger et al., 2016). Further research and
development is needed to reach agreement on such a framework.
SUMMARY AND CONCLUSIONS
This summary selects issues about the measurement and meaning of OST that are apparent in
the papers written about European practices with OST. The most common themes addressed in
the research papers examined for this paper were how OST is defined (tutoring, assisted study,
supplementary education, extended time for learning during school days, whether payment was
required or not and more); whether OST increases inequality in education; and whether OST is
an effective means of increasing student knowledge.
Most of the researchers believed that the main function of OST was to improve student
performance for regular school programs (such as foreign language, native language, mathe-
matics and science). Only in a few countries were systematic surveys of after-school programs
conducted through their official statistics departments; thus researchers have attempted to es-
timate the level of participation by students and evaluating the outcomes for students and
public-school systems with individually applied methods. Consequently, the definitions and
research procedures are less standardized. The topics addressed by individual studies most
frequently addressed cognitive levels of student learning while fewer papers discussed the effects
of tutoring on social and emotional outcomes.
The research papers clearly noted that the meaning of OST has many nuances. Exchanges of
research studies between countries may eventually lead to a common set of definitions. For
example, in the experimental all-day German and English schools, the extension of regular
school was accompanied by the adoption of typical OST activities conducted after-school in the
United States (Kielblock, 2015; Miller, 2003). Thus, the experiments integrated the allocation of
social and study time into required school time. Evaluations of acceptance and effectiveness of
the reforms using quantitative methods of measurement found that the changes did not lead to
the desired effect in the early stages of analysis. Consequently, the German researchers and
policy makers continue to develop a more nuanced model for implementing OST experiences in
the school system.
Should OST be evaluated and even conceptualized as an educational activity identical to
regular education? If so, the model of OST would include measurements of test performance,
grades, amount of time in class, time conducting homework, student motivation, measures of
learning, teaching quality, curriculum opportunities to learn, financing levels and social status.
Another standard for OST that has been recognized is its effect on a student’s social and psy-
chological adjustment as measured by efficacy in school subjects and adjustment to social life.
Since OST exists in a free market, the instruction available may not be tied strictly to the
curriculum and assessment methods of formal school. Thus, a theoretical framework for
identifying causes and effects of OST would have to include the additional measures such as
degree of access and quality of instruction. For example, Stecher and Maschke (2013), were not
satisfied with the current status of research on tutoring and proposed a general model of
additional study that could include all-day schools and tutoring.
326 Hungarian Educational Research Journal 11 (2021) 3, 311–335
Researchers in comparative education have made significant contributions to the definition
of OST and have provided insights into the structure and function of tutoring in many countries
(Baker et al., 2001; Bray, 1999, 2009; Entrich, 2018). The framing of OST as a complement to
public education, and sometimes competing with it, is a research structure that was found in
nearly all countries. Examples of the changes in conceptualization of after-school activities as a
significant component of increasing student achievement were found in England and Germany
during the past two decades as the policies of the governments created programs to increase
student involvement with positive educational experiences in off-school hours (Fordham, 2004;
Klieme et al., 2005).
The distribution of resources for the costs of individual tutoring requires additional study. In
some countries tutoring is provided for students as a fee-free service but only a few data sources
exist to measure exactly where and how large the differences are between countries. Since OST
education is rarely evaluated by a government agency, the supply and demand for tutoring
usually operates in a free market. Studies of the supply and demand for instructors are necessary
to provide insights into the process of all forms of OST in the future.
Since not all of the countries of Europe have participated in data collection organized by the
IEA (The Trends in Mathematics and Science Study, TIMSS) or OECD (Programme for In-
ternational Student Assessment, PISA) only a few research studies reviewed for this paper relied
on those surveys. However, the international comparative studies have influenced the concep-
tual design of many reports. For example, the PISA reports of European educational compar-
isons have been instrumental in maintaining public and political interest on the test scores levels
across countries. Researchers using these studies treat OST as a likely source of increasing
performance on test scores (Long, 2014). The results of these analyses do not always support the
claims of causal effect (Baker et al., 2001.; Huang, 2013) but additional study is needed to
identify benefits and negative effects of OST. An examination of country differences in student
participation in OST from the 2018 PISA for 18 European countries show that OST partici-
pation rates are higher for families of lower social status in all countries, the reverse of the
predicted direction of many case studies. Thus, large-scale surveys are useful to generate and
inform new hypotheses about the causes and effects of OST on student outcomes.
TOPICS FOR FURTHER STUDY
The growth of research studies of OST noted in this review shows that many valuable conceptual
developments and advances in data collection methods have been addressed by researchers in
Europe. Some consistency regarding the purpose and function of OST and the definition of
terms has occurred over the past 20 years thanks to extensive reporting from comparative
studies (Bray, 2020). Frameworks have been designed for the international studies (Kuger et al.,
2016) and for individual country studies (Fischer & Klieme, 2013).
This review of 214 research papers of OST in European countries has shown that the study of
outof-school-time has contributed to educational policies and theories of learning. The sharing
of conceptual models, such as shadow education, extended hours, additional study, and other
identities, across countries has improved the integration of conceptual development. Further
studies may lead to common frameworks and research questions. New researchers in Eastern
Europe, Germany, England, France, Hungary and Portugal are making advances toward
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understanding the social and educational significance of student time use after school. The study
of all aspects of OST will help advance understanding of educational practice generally including
policy, measurement, learning methods, instructional methods, and the influence of family life
on student outcomes.
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APPENDIX A











Grand Total 588 Grand Total 191 Grand Total 191
Region only 
known Europe 5 Europe 9
Asia 14 OECD 3 OECD 5






Global 60 France 10 France 8
Country 
speciied Czech Rep 7 Global 7
USA 189 Hungary 6 Poland 6
Germany 51 Poland 6 Turkey 6
Korea 38 Turkey 6 Czech Rep 5
Hong Kong 26 Greece 5 Greece 5
China 21 Netherlands 5 Hungary 5
UK 19 Spain 5 Netherlands 5
Japan 17 Ireland 4 Ireland 4
France 8 Italy 4 Italy 4
Turkey 7 Croatia 3 Spain 4
Cambodia 6 Cyprus 3 Croatia 3
Canada 6 Finland 3 Cyprus 3
Greece 6 Portugal 3 Finland 3
Hungary 6 Sweden 3 Luxembourg 3
Philippines 6 Switzerland 3 Portugal 3
Poland 6 Denmark 2 Sweden 3
Netherlands 5 Georgia 2 Switzerland 3
Taiwan 5 Latvia 2 Denmark 2
Australia 4 Lithuania 2 England 2
Bangladesh 4 Luxembourg 2 Latvia 2
Czech rep 4 Romania 2 Lithuania 2
Spain 4 Slovakia 2 Romania 2
Cyprus 3 Ukrane 2 Slovakia 2
India 3 USA 2 Ukrane 2
























Italy 3 Austria 1 Austria 1
Portugal 3 Belgium 1 Belgium 1
Sri Lanka 3 Bulgaria 1 Bulgaria 1
Sweden 3 China 1 Estonia 1
Vietnam 3 Estonia 1 Georgia 1
Chile 2 Hong Kong 1 Gerogia 1
Croatia 2 Russia 1 Russia 1
Denmark 2 Slovenia 1 Slovenia 1
Egypt 2
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